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English Language Teacher Educators’ Experiential Knowledge in Classroom Practices
Abstract
This research study looks to identify how English language teacher educators in the BA in
Foreign Languages, Education Sciences Faculty, at La Salle University, understand
experiential knowledge in relation to English language teaching, and how it contributes to
planning and developing English language classes. The study walks around a
phenomenological study to analyze interviews and observations with four teacher educators of
the program. Findings demonstrate that English language teacher educators’ experiential
knowledge is essential at the moment to think about their planning and develop their teaching
classes. According to the results, experiential knowledge contributes to teachers-educators’
thoughts, perceptions, use of tools, goals and relationships they have with students, all linked
with the success of teaching practices.
Keywords: Experiential knowledge, English language teacher-educators, English
language Teaching Education.
Resumen
Este estudio de investigación busca identificar cómo los profesores educadores de inglés en la
Licenciatura en Lenguas Extranjeras, Facultad de Ciencias de la Educación, en la Universidad
La Salle, entienden el conocimiento experiencial en relación con la enseñanza del idioma
inglés, y cómo éste contribuye a la planificación y desarrollo de las clases del idioma inglés.
El estudio está encaminado alrededor de la fenomenología para analizar entrevistas y
observaciones realizadas con cuatro profesores educadores de licenciatura del programa. Los
descubrimientos demuestran que el conocimiento experiencial del profesor de licenciatura del
idioma inglés es esencial en el momento de pensar acerca de sus planeaciones y desarrollo de
sus clases de enseñanza.
Palabras clave: Conocimiento experiencial, profesores de licenciatura del idioma
inglés, educación de enseñanza del idioma inglés,

Introduction
This article talks about English language teacher educators’ classroom actions as a
result of their teaching experiences. We believe that the manner in which English language
teacher educators develop their classes comes to a grand extent from their experiential
knowledge in teaching English. The different experiences that they have lived majorly
contribute to their teaching practices, subsequently, in their students’ learning process. For us,
a possible limited vision of what English language teacher educators become from their
experiences makes the respective academic community see them as uniquely instructors,

rather than subjects full of varied wisdom and creativity, as well as with different types of
knowledge.
An important fact is prominent in our current study, an English language teacher
educator does not only do the activity of teaching this language or corresponding content, they
are also human beings full of ideas, beliefs, thoughts, values, and abilities to perceive the
world in a particular way. They may have developed high levels of thinking, knowledge, and
practices. These issues may be invisibilized by limited visions of what they are and do in the
language classroom. This is why we want to comprehend how these kind of teachers manage
all their teaching experiences in order to be knowledge-subjects in the classroom, have varied
manners of communication, and develop a number of teaching processes.
Several studies at La Salle University in Bogotá, Colombia, base their analysis on
teaching skills, but few of them closely account for the importance that English language
teacher educators’ wisdom has in students’ life. Teaching theories recognize varied types of
teacher knowledge, such as pedagogical, didactical, disciplinary, content, sociocultural, and
experiential knowledge. Each is fundamental in their professional development. Our study
centers on the English language teacher educator as a person with acquired knowledge from
experiences; knowledge that they communicate to students by using English as the means of
communication.
Personal preliminary observations led us to this research interest. First, there is certain
influence of teaching experiences in the classroom, such as our previous beliefs, thoughts, and
ideas about becoming an English language teacher. The product of teachers’ experiences can
be understood as the result of the students’ roles in class, which involve and develop a big
variety of attitudes in their learning. Secondly, different teacher attitudes in second language
teaching influence the class development because there will be a reaction from students
according to teachers’ attitude or personality. It seems that experience makes the English

language teacher; thus, teachers’ practices are a meaningful process which is complemented
with acquired career experiences. Their experiences not only leave an impression in students’
minds, but also make students learn from them. Experience is not just about learning new
skills, it is about exploring ourselves as individuals. Not only does experience teach English
language teacher educators important skills, but also it transforms them into professionals.
Taking into account these facts, the research question that we aim to answer in this
study is how English language teacher educators use their experiential knowledge for the
development of their teaching practices in the BA in Foreign Languages, Education Sciences
Faculty, at La Salle University?.
In order to give an answer to this research question, we look for reaching the following
objectives:
a) To identify the manner in which English language teacher educators understand
experiential knowledge in relation to English language teaching;
b) To observe the manner in which reported experiential knowledge contributes to
planning and developing English language classes;
c) To determine the contributions of English language teacher educators’
experiential knowledge to their teaching practices.
Several studies are based on all types of knowledge and its role inside teaching process
and the consequences it has in student learning development (Verloop, Driel, & Meijer,
2001). A considerable amount of studies reveals that experiential knowledge is not seen as
important as other types of knowledge (pedagogical, psychological, content, disciplinary, etc.)
(Hiebert, Gallimore, & Stigler, 2002). We are amazed by experiential knowledge due to the
repercussion inside the growth of teaching practices, and above all, in how we learn every
single aspect of life through experience. The personal reasons about our study refer to
strengthening the understanding of English language teacher educator experiential knowledge

in class. As students, we think about not only English language teacher educator basic
knowledge but also their experiential knowledge as essential to carry out a class. We as
researchers may learn and have an example to follow in our future classes from the insights of
the study.
Another reason that makes this study relevant is the importance of English language
teacher educator experiential knowledge at the time of developing a class. This type of
knowledge intertwines with pedagogical and content knowledge. We would definitely like to
hold a clear idea about this. Experience is a constant reinforcement of knowledge; it is a
positive impulse that encourages us to accept the daily and varied challenges of every moment
in class. The idea of English language teacher educator experience cannot be ignored since it
may inhibit reflection on what they are doing and the drawbacks they have in the daily
teaching practices. With more experience gained, English language teacher educators will be
able to respond to the different challenges of being an educator and be victorious at the end of
the day.
Conceptual Framework
As an initial remark, teaching knowledge is not only a topic that concerns English
language teachers (educators), it also takes students as an important factor which helps these
teachers discover and improve their abilities; more specifically, experiential teaching
knowledge that increases constantly in their daily teaching practices. Due to the
characteristics of English language teaching, we consider important to enquire what English
language teacher educators of the BA program in teaching at La Salle University understand
by experiential knowledge and how they interpret and apply it in their classroom practices.
To start off, in this section, we present the conceptualization of the main constructs of
our study on English language teacher educators’ experiential knowledge in their teaching
practices. This part displays the research profiling about teacher educators in ELTE (English

language teacher education) and the concept of experiential knowledge from the schema of
teachers’ knowledge base. A second part focuses on teaching development and the relevance
it has inside English language teacher educators’ experience.
Teacher educators in ELTE. In this part, we are going to present research studies
that, in a manner, have started to shed light in our study on teacher educators’ knowledge in
ELTE. Al-Issa (2016) discusses the importance of the roles and qualities of professional
English language teacher educators (TEs). This author also accounts for the impact and
implications in preparing and achieving accountability and quality in Second Language
Teacher Education (SLTE). English has become a hyper-central language. It has taken on new
roles locally and globally. Lots of people around the world are learning English for specific
purposes (ESP) such as occupational purposes. In agreement with Al-Issa (2016), "Along with
this evolution came a shift in paradigms and beliefs gathering momentum about the multiple
theories, approaches, methods, and methodologies that govern an expanding field like ELT"
(p. 2). Al-Issa emphasizes that the incorporation of “informationalism,” else known as the
“new global,” has given rise to the challenging and demanding Communicative Language
Teaching (CLT) approach and the use of Information and Communications Technologies
(ICTs), especially in developing and newly industrialized countries in Asia, Africa, and Latin
America.
This has an impact in the ELT decisions in different parts of the world. The knowledge
held and roles played by TEs and students bring all kinds of backgrounds, needs, interests,
abilities, and expectations to the ELT classroom. AL-Issa (2016) considers English language
TEs as professionals who have flexibility, entertaining lecturers who are friendly, patient,
encouraging, very helpful, approachable, dedicated, and determined to help the trainees. They
are also good listeners, a guide, and learning supporters. They are passionate about doing the

job, prepared, well organized, open-minded, energetic, inspiring, and confident. Thus, they
need to be reflective practitioners, researchers, competent practitioners, and models.
According to Al-Issa's (2016) postulates, professional English language TEs are those
who possess strong disciplinary knowledge, as in pedagogical content knowledge and
academic reflective practice knowledge Goodwin et al and Shagrir (as cited in Al-Issa's,
2016). They can empower their student-teachers’ (STs) affective/cognitive and academic
aspects Conklin (as cited in Al-Issa's, 2016). Nevertheless, TEs have different limitations
because of the world changes. Professional English language TEs are required to continue
learning to cope with the ever evolving, challenging, and demanding world of ELT.
By considering these premises, professional English language TEs could design and
implement courses, programs, and trying blending teaching and research in their classes; they
make reflection-in-action and reflection-on-action, which allow for self-analysis. These TEs
can also be the right hand and the influence of STs. Sometimes, they are aware of and
sensitive to the STs’ needs, catering various learning styles; they are knowledgeable about a
variety of methodologies and theories. They also help impact their STs’ beliefs, knowledge,
and practices, empower their STs, and prepare them as professional practitioners. All in all,
they strive to encourage and facilitate their STs’ learning.
Professional English language TEs are also viewed as those who promote cooperative
and collaborative learning to facilitate knowledge sharing and active social participation
Maley (as cited in Al-Issa's, 2016). They expose STs to different teaching scenarios through
collaborative training, stimulate discussions, and problem-solving tasks, etc. Probably, these
TEs are responsible for empowering their STs and equipping them with the necessary
strategies to become “independent professionals” Leung (as cited in Al-Issa's, 2016) and take
responsibility for their professional development in their respective contexts. All of this help
STs grow as informed agents of change, who can construct and share meaning. Professionally

prepared English language TEs are central to student success Maley (as cited in Al-Issa's,
2016).
According to Khany and Malmir (2017), nowadays, due to globalization and job
change requirements, teaching English has become an essential part of the world, due to the
increasing interest about professional development and the necessity of improving its quality;
teaching and learning are being evaluated constantly in order to achieve a guarantee of quality
in educational fields. All of these highlight the becoming of English language TEs as more
than having respect, patience, attitude, being safe, honest, responsible, and more. English
language TEs are the people who influence the quality of STs’ teaching and learning.
According to Walsh (as cited in Khany & Malmir, 2017), "the ability of teachers to control
their use of language is at least as important as their ability to select appropriate
methodologies."
Consequently, English language TEs develop their own beliefs, skills, and
knowledges, which all allow them to realize what appropriate ways make them feel
comfortable during a class. This is essential for teaching experience processes.
Knowledge base. It refers to the essential knowledge needed for teaching professional
practices. Since the eighties, several attempts have been made to identify the knowledge that
language teachers (educators) should learn and teach (Verloop, Van Driel, & Meijer, 2001).
According to Shulman (as cited in Fandiño, 2013), “teachers’ knowledge base should
not simply be regarded as a set of professional and experiential skills to be built up. Instead,
he argues for a framework that includes and combines content, pedagogy, curriculum, and
context. To him, language teachers’ knowledge base consists of different categories of
knowledge needed for effective teaching”. Shulman says that a conceptual analysis of
knowledge for language teachers would necessarily be based on a framework for classifying

both domains and categories of language teacher knowledge, and the forms for representing
that knowledge.
Therefore, Shulman (1986) suggests three forms of language teacher knowledge. In
first instance propositional knowledge includes the lessons taught to language teachers as the
lore of teaching or axioms based on experience. He further divides this category into
principles, maxims, and norms. Second instance is case knowledge, which is knowledge of
specific, well-documented, and richly described events. A third instant is strategic knowledge,
which happens when teachers have to confront contradictions or problems without possible
answers. Strategic knowledge is the ability to impose professional judgment; this type of
knowledge goes beyond knowledge of a subject to what Shulman calls the wisdom of
practice.
However, according to Fenstermacher (as cited in Fandiño, 2013) “when speaking
about English language teachers’ knowledge, he makes a distinction between formal
knowledge and practical knowledge. For him, formal knowledge is based on literature derived
from research on effective teaching”. Practical knowledge is generated by English language
teachers because of their experimentation and daily reflection within the classroom context,
and as such, is personal, situational, and tacit.
Verloop, Van Driel, and Meijer (2001) argue that an adequate framework for such a
knowledge base is essential. It should cover not only the different domains (for example,
knowledge of the content, or knowledge of the student), but also fulfill the criteria related to
the type of relevant knowledge. Verloop, Van Driel, and Meijer (2001) distinguish between
academic and practical relevance: a knowledge base should understand knowledge and
research forms based on traditional academic disciplines, as well as the wisdom of practice or
manual knowledge.

Therefore, when we talk about experiential knowledge in our current study, not only
content knowledge or pedagogical knowledge are considered. Other kinds of knowledge that
covers English language teaching experiences, practices, and life, are into consideration.
Thus, experiential knowledge, as a frame for these aspects, is also into play.
Experiential knowledge. According to Lemus-Hidalgo (2017), teaching and learning
experiences are the main source of knowledge and beliefs development. For her, planning and
developing a class are the main factors which determine the base of gaining experience in
educational field.
In the case of English language teaching, there have been attempts to develop English
language teaching education from a reflective model. This encompasses receiving knowledge
obtained from theoretical information as well as experiential knowledge developed from
personal and professional experience. Congruent to Wallace (1991), language teaching,
presenting language structures, giving instructions, correcting errors, and questioning
techniques are essential to English language teachers (educators) inside their practical
formation. He adds that English language teachers’ formation focuses on developing
knowledge of theory to guide the teaching practice. Therefore, there is a dialectical
relationship between English language teachers’ (educators’) knowledge and their teaching
practices. This relationship facilitates new understandings of their knowledge. According to
Bruner (as cited in Johnston & Goettsch, 2000), English language teachers’ knowledge is
developed from personal and professional experiences. These contribute to the development
of beliefs that tend to influence English language teachers’ performance (Phipps & Borg,
2009).
Phipps and Borg (2009) also add that, “teacher’s knowledge and beliefs feed each
other through teaching practices, and they become daily teaching activities or even, teaching
habits that are not questioned anymore. It also appears that teachers’ beliefs have a

predominant role in their teaching since teachers have started using only the knowledge in
which they believe” (p. 450). Therefore, and in agreement with Lemus (2017), knowledge of
English language teachers (educators) has developed largely from the teaching experiences
through a gradual acquisition of comprehensions. Lemus identifies that English language
teachers’ knowledge tends to support their teaching practice.
In concordance to this principle, Hellgren (2007) provides an opportunity for the
dissemination of educational research that investigates theory, policy, and practice in English
language teacher education at pre-service and in-service levels, predominantly in European
countries. Hellgren suggests a mix of English language TEs’ theoretical and practical
experiences with knowledges to construct their own personal class with a unique stamp. In a
previous reflection, Hellgren (1988) claims that knowledge originates within education. In
order to understand the epistemic nature of knowledge, many English language TEs involve
putting the theoretical and thinking models of teaching into practice in their daily classes. This
thought about theoretical knowledge given in English language teacher education can be
applied better to practical activities in class. Both Hellgren’s works imply that experiential
knowledge is a derivative of gained knowledge. This means that previous experiences that
English language TEs lived when they were pupils also teach them that they are subjects of
knowledge.
Wallace (1991) points out to this understanding to some point. He divided English
language teacher knowledge into received knowledge and experiential knowledge. The first
includes research base theories, techniques, and skills, while the second refers to knowledge
developed by the practice of the profession. Knowledge through experience consists of how a
person learns to concern and be aware about their environment and the ways of personal
communication with students and colleagues. We account for the discussion that CastañedaLondoño (2018) does with respect to teacher’s ecology of knowledges. She presents a

reconceptualization of this knowledge by problematizing how it has been conceived in the
field. This may cover for our study the influence, persuasion, use of tools, and alternatives to
achieve goals that are transmitted to the students. English language teachers acquire this
knowledge during giving classes, then.
In brief, Lemus (2017) and Hellgren (2007) have many similarities. Both create
awareness about the role of English language teacher’s (educator’s) experiential knowledge
inside their professional development. They also contemplate different factors that determine
the importance of this experience when creating or accomplishing a class, and the way it is
developed. Thus, experiential knowledge does play an important role inside English language
teacher growth and development. On one side, Hellgren (2007) highlights the relevance
between theory and practice. He argued that teaching experience is the product of this
constant relationship. Then, he claims that personal experience and thoughts have a deeper
impact in the educational work environment than teachers’ professional “training.” It may
happen in this way since the beginning of English language teaching studies because personal
settings give significant value to the ideas and beliefs behind personal formation. On the other
side, Lemus (2017) emphasizes on the awareness that TEs should raise since their first
moments of teaching practices. TEs need to be attentive to the different alternatives to
elaborate a class in order to make it meaningful for students’ learning. Learning and teaching
experiences in unison seem to partake highly in the development of English language TEs’
knowledge and as sources of their beliefs.
Teaching development. Chavez and Guapacha (2016) talk about professional
development as the maturity that English language teachers (educators) attain through their
professional career and growth, as well as from gain experience and systematic examination
of their teaching. Basing their research on Villegas-Reimers (2003), “they alternatively
explain that there is a similar concept understood as staff development that consists on service

programs aimed at promoting the growth of teachers.” For Richards & Farrell (2005)
professional development in educational environment is one of the two views derived from
two general objectives in teacher education. First, training refers to the initial teacher
education in BA program of ELT that usually establishes short-term goals related to their
needs as educators. Training involves comprehension of theory for later application to
increase the quality of teaching skills without forgetting the principles that English language
teachers (educators) try to teach pupils. Teaching development treats in-service and long-term
development of English language teachers; it also includes the reflection and selfunderstanding as pillars of improvement performance inside the classroom.
Wallace (1991) asserts that, “the distinction is that training or education is something
that can be presented or managed by others; whereas development is something that can be
done only by and for oneself” (p. 72). It means that teaching development depends on the use
and meaning that English language teachers (educators) give to their practices by emphasizing
on the reflection process that balances experience and theory of teaching.
On the other hand, Cardenas-Beltran & Nieto-Cruz (as cited in Chaves & Guapacha,
2016) say that teaching development “has moved from an initial focus on training to modern
views that include the teachers’ personal and professional dimensions, knowledge,
experience, working conditions and agendas” (p. 74). These authors propose a model which
involves a cooperative process that focuses on academic knowledge, which should be given
through training courses that help English language teachers (educators) become complete
professionals. This process also reinforces the relationship between theory and practice by
highlighting the relevance of reflection and constructing analytical and critical awareness in
these professionals.
Research Design

This study follows the principles of phenomenological research. This type of research
is part of independent comprehensions and different interpretations of a certain phenomenon
(teacher educators’ experiential knowledge in their class planning and development at the BA
program in ELT at ULS in our current study). Heidegger (1962) took this approach as a
reflection in which the objectivity of knowledge lets flow the naturality of things. According
to Van Manen (1990), phenomenological studies are not only a description, but an
interpretative process in which the researcher makes meanings of lived experiences by taking
into account different perspectives of the phenomenon. In other words, the researcher need to
identify perceived experiences and proceed to describe them by emphasizing on what is the
phenomenon and why it occurs.
Phenomenology arose as a need to explain the nature of things (phenomena). Husserl
(1998) understands phenomenology as a new paradigm that observes and explains science to
find the truth of the phenomena. Trejo (2012) recommends following a sequenced analysis of
the phenomenon under study. The steps are:
Table 1
Sequence of Analysis Phenomenology
Sequence analysis of the
phenomenon (Trejo, 2012)
1. General readings of

interviews or stories to
find respective thematic
units.

2. Delimitation of nuclear

topics that dominate the
thematic units.
3. Constant contrast of

The manner the current study followed the steps
Teachers were first asked to talk about their experiences as
English language teachers (educators). We secondly asked
them to write their experiences in a text. We read both the
interviews and the texts to find thematic units. These units
refer to the topics that the participants talk about in the
texts.
We singled out the thematic units according to their
similarities and differences both in the interviews and the
texts. The compilation of similarities started shedding light
to the results.

We contrasted the information gathered in the interviews
observations and artifacts. and the written texts with the artefacts and observations of
each participant’s classes.

4. Expression of the central

themes.

We gathered the thematic units in relation to each research
objective. This compilation resulted into five central
themes, which are the findings.

In concordance with this, we use four techniques of data gathering to study the
phenomenon of English language teacher educators’ experiential knowledge: unstructured
interviews, short stories, artifacts, and non-participant observations. Our participants were
four English language teacher educators of the BA in Foreign Languages, Education Science
Faculty, at La Salle University. One female and three males. They have had a minimum of
two years of experience teaching both content-based and language-based classes for different
semesters of the program.
Unstructured interviews have origin in “the disciplines of anthropology and sociology
as a method to elicit people’s social realities” (Zhang & Wildemuth, 2009, p. 1). The merit of
an unstructured interview lies in its conversational nature, which allows the interviewer to be
highly responsive to individual differences and situational changes (Patton, 2002). To realize
it, the researcher should keep in mind the study’s purpose and general scope (Fife, 2005). The
researcher’s control over the conversation is intended to be minimal, but nevertheless the
researcher will try to encourage the interviewees to relate experiences and perspectives that
are relevant to the problem of interest (Burgess, 1982).
In line with the above, unstructured interviews help us develop our first research
objective, to identify the manner in which English language teacher educators understand
experiential knowledge in relation to English language teaching. We will collect information
from four English language teacher educators in ELTE of La Salle University. That
information consists of stories, beliefs, points of view, opinions, ideas, experiences, attitudes,
and preferences of their teaching practices.

We analyze this information by reading the participants’ answers in order to identify
concepts, experiences, and feelings. Each is highlighted with a different color for a
delimitation of experiences, concepts, and feelings. This delimitation helps categorize the
commonalities that the participants report in their answers.
The second data collection technique is short stories. According to Laia Canals
(2017), short stories are part of narratives which tend to be explanations of past events. In this
technique, researchers ask the participants to look back on their personal life and remember
special moments. This kind of narratives could be spoken or written. Short stories are the
complement of unstructured interviews in our current study. The participants write short
stories to narrate experiences lived about teaching practices.
We analyze this collected information from short stories by highlighting the
experiences reported by the participants. It allows us to delimit concepts and feelings in the
stories. A similar process of categorization of experiences permits identifying the manner in
which the participants understand experiential knowledge in relation to English language
teaching practices.
A third data collection technique is artifacts. These are objects, usually tools or
ornaments, showing human workmanship or modification as distinguished from natural
objects (McGreal, Broderick, & Jones, 1984). This instrument helps us observe the way that
reported experiential knowledge contributes to planning and developing English language
classes. We collect artifacts as syllabus, lesson plans, notes, and materials that the participants
use in their classes. We contrast these artifacts with the reported experiences, concepts, and
feelings, to understand how these artifacts relate to the phenomenon under study.
As a final technique, we observed the four participants’ upper-intermediate contentbased or language-based classes from seventh to ninth semester of the university in a direct
and non-participant manner. Marshall and Rossman (1989) define observations as "the

systematic description of events, behaviors, and artifacts in the social setting chosen for
study" (p. 79). This instrument helps directly observe the way that reported experiential
knowledge contributes to developing English language classes. The observations are
documented in a log. A triangulation of observations, unstructured interviews, short stories,
and artifacts constructs the understanding of the English language TEs’ experiential
knowledge.
Findings
In this section, we present the findings of our study. Five aspects surrounds the
participating English language TEs’ experiential knowledge for planning and developing their
classes in the BA program. These are teacher educator-student relationship, their experience,
tools, perceptions, and goals.
Teacher educator-student relationship. The relationship between TEs and students
is considered by the former as a useful and efficient way to guide the latter in their learning
process during the academic semester. The interaction and socialization practices in this
relationship are recognized as significant moments of sharing knowledge and as a way to
understand peers. In this order of ideas, managing proper relationships with students, TEs say,
is also rewarding for students’ academic, personal, and professional evolution. These
relationships help TEs to comprehend students’ context in a deeper way. TEs feel satisfied
when their students are able to develop themselves as professionals.
In Figure 1, we present the relationship between the participating TEs and their
students, whose development is useful to understand their growth.

Figure 1. Relationship between teacher-educator-student, and its contribution to their own
growth.

The relationship between TEs and students contributes to the learning and teaching
processes of all the classroom participants. This happens because of the empathy and
communication the participants must have to concrete a complete understanding of the
lessons. Students’ growth affect the TEs’ perception about their classes, the way they teach or
even their mood, so the relationship between TEs and students cannot exist if one is absent
because there is balance between both.
In Table 1, we display the evidences1 that support the understanding about teacher
educator - student relationship. The table contains samples that highlight how this relationship
is an assistance, accompaniment, and promoter of students and TEs’ growth, and the
importance these have at time to develop and transform their learning process, both
subjectively and objectively.
Table 2
Teacher-educator-student relationship (Students’ growth and Teachers’ growth)
Teacher-educators evidences
Interview 1
line from 10 to 13
1

Interpretation
Along this teacher

Henceforth, the evidences that we present in each table portray the use of either Spanish or English.
We keep the language that the teacher-educators used to report their understandings about each
finding.

Table 2
Teacher-educator-student relationship (Students’ growth and Teachers’ growth)
Teacher-educators evidences

Interpretation

“Puede ser coordinadora del área de
práctica y me pareció un espacio muy
enriquecedor para como uno como
profesor porque va a formar estudiantes,
va a acompañar ese proceso de
formación de los estudiantes”.
line from 21 to 26

line from 28 to 29

Interview 2
line from 17 to 19
line from 21 to 26

line from 26 to 29

educator’s career, she
has had the chance to
work in different
spaces with part and
full-time jobs.
Although her
considerable
“Uno también tiene muchas recompensas experience, she
en el sentido que ve a los estudiantes
emphasizes on the
como cambian a lo largo de la carrera,
role she had in
como superan sus dificultades, como
students’ formation
desarrollan esas habilidades que
and how it has
necesitan para el mundo profesional pero enriched herself as a
también cómo cambian como personas,
teacher. In addition,
maduran, se enriquecen desde los
she talks about how
aprendizajes en los diferentes espacios
gratifying it is to
académicos entonces ha sido para mí una observe her students
experiencia muy enriquecedora”.
achieving their
professional goals as
“Si uno realmente a uno le gusta y uno la they evolve as better
quiere y desea ser maestro pues
persons.
encuentra mucha satisfacciones en el
camino”.

“Ha sido una gran trayectoria la que he
tenido enseñando como profesor de
contenido, ya lo más interesante de
enseñar contenido es trabajar en la parte
de conocer muchísimas cosas, se aprende
bastante, todo el tiempo”.

This teacher
mentions the
importance of a
constant learning in
his daily practices.
Also, he learnt how
to maintain a proper
“He trabajado como docente enseñando
relationship with
contenido en la universidad de La Salle
students and how
ha sido un tiempo de bastante
important this
crecimiento profesional especialmente en relation can be to
la parte de la relación con los
understand in a
estudiantes, aprende mucho como
deeper way students’
profesor uno a tratar con las personas, a
needs and how they
ver como sus diferentes necesidades y
can affect him
particularidades, lo van transformando a professionally,
uno, le van haciendo cambiar a uno
academically, and
muchas ideas que se tienen sobre las
personally.
razones por cuales los estudiantes

Table 2
Teacher-educator-student relationship (Students’ growth and Teachers’ growth)
Teacher-educators evidences

Interpretation

responden o no responden a sus
actividades académicas”.
“A medida que ha pasado el tiempo pues
siento que se va creciendo esa parte
profesional pero también humana en
nosotros los profesores, por lo tanto este
tiempo que he sido profesor en la
universidad de la Salle ha sido un tiempo
bastante fructífero a nivel profesional,
personal y humano”.
Interview 3
line from 28 to 30

line from 32 to 35

line from 38 to 41

“I have learned a lot from being with
students in practicum, I feel the moment
when they need a helping hand,
guidance, they need concrete precise
resources they can use to inform
themselves about different situations
such as classroom management,
discipline, reflection, professional
growth, etc.”.
“In regards to those classes about thesis,
it is interesting to see how students try to
come up with research proposals and
they try to make sense to what they are
doing when they read texts and they try
to come up with a richer framework and
then when they are making an effort to
put together a methodological
framework”.

This teacher educator
is in chase of
different academic
tasks as designing
class programs,
materials, assessment
forms and classroom
management
methodologies. All
these tasks contribute
to students’
performance and
professional
development.

“Those two academic spaces that I
mentioned are interesting because you
are not only helping students do their
practicum and develop research project
but at the same time I had the feeling you
are helping them become Teachereducators, become professionals and by
doing so you are becoming a
professional and a professor”.
Short story 1
line from 1 to 4

“Uno de los espacios más enriquecedores The academic spaces
para mi experiencia como docente de
this teacher educator

Table 2
Teacher-educator-student relationship (Students’ growth and Teachers’ growth)
Teacher-educators evidences

line from 4 to 13

Short story 2
line from 6 to 11

Short story 3

Interpretation

lenguas ha sido el de práctica pedagógica
dado que es el momento en que los
estudiantes se enfrentan como maestros a
un ejercicio pedagógico en el que
intervienen diferentes aspectos
relacionados con su saber pedagógico y
comunicativo”.

has taught have
contributed in his
experience by
observing how his
students’ progress in
their pedagogical
development.

“En dichos saberes se promueve el
desarrollo de elementos cognitivos,
afectivos, actitudinales y didácticos que
son fundamentales para la formación de
los estudiantes como futuros
profesionales. Esta experiencia me ha
ayudado a conocer diferentes contextos
educativos y sus características
particulares, las cuales también son
relevantes para orientar el espacio
académico y acompañar el proceso
formativo. En ese sentido, puedo decir
que se articulan muchos elementos
(contextuales, pedagógicos y didácticos),
en los que debo enfocarme para mejorar
el desempeño de los estudiantes y con el
paso del tiempo es posible apreciar los
cambios y avances en las habilidades,
saberes y actitudes de los estudiantes”.

Teaching varied
academic spaces i
different context
enriches these
teacher’s experience
since it chose them
particular
characteristics and
aspects to consider
when teaching. There
are then fundamental
knowledges for
students’ education.

“En la universidad pública la actitud de
los estudiantes frente a los profesores es
más dada hacia la admiración y el
respeto por la labor del docente; podría
pensarse que es debido a un cierto
“agradecimiento” de parte de los
estudiantes por recibir educación de
calidad desde la “gratitud”. En la
universidad privada, por su parte,
pareciera que la relación estudiantedocente se da más desde la exigencia del
estudiante al docente por recibir una
educación de “calidad” por la que se está
pagando”

For this other teacher
educator, teaching in
different contexts
makes him
acknowledge the
students’ factors in
learning.

Table 2
Teacher-educator-student relationship (Students’ growth and Teachers’ growth)
Teacher-educators evidences
line from 21 to 25

line from 29 to 30

“I also have help them see how these
tasks are developing areas or
dimensions of their professional lives.
I have to give those opportunities to
identify strengths and weaknesses and
provide them with tools to reflect and
plan on how to improve them. By
doing so, I am also learning about my
profession as well as I am developing
my competences at tutoring and
advising”.

Interpretation
For this teacher
giving students
opportunities and
help to learn is a
manner to receive
knowledge for his
teaching experience.

“I feel I am doing a more formative
work when I help pre-service Teachereducators make sense of their
professional life and their profession”.
Observation 1

-Está abierta a las sugerencias y
demuestra interés por el proceso
formativo de sus estudiantes.
-Es paciente y orienta de forma adecuada
los trabajos en clase.

This teacher is openminded about
suggestions and
worried about her
students’ process.

Observation 2

-Posee tacto con los estudiantes
facilitando la relación estudianteprofesor.
-Se interesa por que los estudiantes
apliquen los temas aprendidos en su
práctica pedagógica.
-Muestra preocupación por el desempeño
de los estudiantes durante el desarrollo
de la clase.

A good teacher
student’s relationship
is a manner of the
teacher educator
being interested in
the students learning
process and
performance.

Observation 3

-Sigue de cerca los proyectos de aula que
los estudiantes van a implementar.

Teachers are
interested in
students’ works.

Observation 4

-Genera un ambiente de empatía en el
salón.
-Muestra preocupación por el desarrollo
profesional de sus estudiantes
sugiriéndoles diversas páginas, exámenes
de preparación, etc.

Suggesting ways of
learning is one of the
manners teacher
educators show
worry about students’
professional
development.

Along Table 1, we present the information collected about the perceptions that the
participating TEs feel according to their job, time worked, charges and relationships between
them and their students, and how gratifying it can be for them to see students’ development in
each semester.
TEs take advantage of their previous experiences to compare them with their currently
work here at the university. For instance, they compare the content subjects they have taught,
those in which practicum is the main base. Most importantly, they feel gratified and interested
about students’ evolution or growth because they have seen their formative process since the
first moment they taught a class to them. The TEs in our study can realize that the students’
change, in major cases, for good, highlighting the different factors students have experienced
such as their contexts, pedagogical and didactic progress. They see a complete professional
and personal development in their students. All this helps students and TEs to appreciate the
change in their abilities, knowledges, and attitudes.
Teacher educators’ experience. According to the participating TEs, experience can
be understood as the number of years worked wherever they have had the opportunity to
work. Those earned experiences throughout time contribute to their own formation. TEs
associate their professional experience with the amount of time they have spent in the
different positions, and the consciousness of the job they have done in each position. Different
factors can influence these experiences; for example, the context where they have
worked/been working (such as schools, institutes, or universities); the specific job they did
previously (some of them have only worked teaching content-based classes, meanwhile,
others have worked in different positions teaching different subjects and language). These
both factors help them create more concrete experiences for teaching.

In Table 2 we give account of the evidences to comprehend in a deeper way the TEs
experience according to the collected information. We should clarify that, in this topic, the
content is limited only about the time worked by the participating TEs.
Table 3
Teacher-Educator Experience
Teacher-educators evidences
Interview 1
line from 1 to 2
line from 5 to 6

“Llevo aproximadamente 15 años
trabajando en la universidad de la
Salle”
“Llevo trabajando más o menos 10
años como profesora de tiempo
completo”

Interpretations
The teacher has 15 years of
time worked at La Salle
university and 10 years old
of time worked like a full
time teacher.
The number of years of
teacher educators’ work is
a relevant factor in their
experience.

Interview 2
line from 1 to 2

line from 12 to 13

Interview 3
line 1

Interview 4
line from 1 to 2
line 5

Short story 2
line from 1 to 2

“Llevo desempeñándome como
✔
profesor de la universidad de La
Salle hace aproximadamente 2
años”.
“Mi experiencia había sido
solamente en enseñanza del inglés”.

The more a teacher
educator teaches in one
field, the more experienced
he/she is.

“I have been university professor for
about ten years”.

The teacher has been
university professor for
about ten years.

“Yo llevo 7 años ya voy para ocho
años trabajando aquí en el programa
de facultad de educación”.
“En el momento también estoy como
coordinador del área de inglés 1 año
y medio”.

The teacher has 7 years of
time working at faculty
education program of La
Salle University.

“Docente de la Universidad de la ✔ His experience as teacher
Salle y Distrital, universidad privada has been in public and
y pública respectivamente”.
private university.

Table 3
Teacher-Educator Experience
Teacher-educators evidences
Short story 3
line 7

“I taught English at the Colombo
Americano for more than 10 years”.

Interpretations
The teacher has experience
teaching English at an
institute.

In this Table 2, the data show the evidences from the interviews and short stories
about the TEs’ experience, in which all of them highlight their work-time as the reference
when they want to talk about their experience. For instance, three TEs used to have more than
7 years as an English language teacher-educator, they have also worked in positions as
directors or a content-based class teacher, only one TE has worked in two positions at the
same time.
Teacher educators’ tools. Different tools are necessary in every teaching-learning
process from the simplest lesson to the most difficult one. The TEs have many useful
resources which make the teaching process easier because it helps student comprehend the
topics explained in class in a better way. Due to the technological advances, the TEs feel in
need to implement ICTs in their classes so they prepare their students to receive and use this
tools in their learning process. The emergent idea from this postulate is that students can be
more autonomous and aware of the different alternatives they can take advantage of, such as
virtual platforms and different media.
In Figure 2 and 3, we present two of the different tools (Flipgrid and a worksheet) that
the participating TEs may use for the development of their classes.

Flipgrid. Web page
Figure 2. Flipgrid, a web page used by a teachers-educators like a tool, Andrea Muñoz
(2018).

In these Figure 2 and 3, we present one of the many websites and a photocopied
worksheet given by TEs in their classes. These resources are given to support previously seen
topics in class or to become even more familiar with new topics. In Figure 2, a web page is
portrayed, in which the students had to make a video about a specific topic and upload it to
Flipgrid, so that everyone in the class can watch it too. In Figure 3, the activity is about people
from other cultures in which the students had to read and discuss. But not forgetting that a
considerable part turns around teacher-educator’s intentions and his ideas to develop his
classes successfully emphasizing on students’ learning and consequently in his teaching.

Figure 3. Reading text like a tool, Teacher-educator 1, (2018).

In Table 3 below, we display evidences2 that support the understanding about the TE’s
tools. The table contains the diversity of the most relevant resources used by the participating
TEs.
Table 3
English Teacher-educators Tools
Teacher-educators evidences
Observation 1

2

-Durante la clase se usan distintos
recursos para facilitar la comprensión de
los distintos temas vistos en clase.
-Aproximadamente se entrega una
fotocopia por clase de ejercicios, textos o
artículos relacionados con los temas
previstos.

Interpretations
The use of different
materials eases the
development of the class
as it makes it more
interesting for the students.
Also, the management of

Reminder: the evidences that we present in each table portray the use of either Spanish or English.
We keep the language that the TEs used to report their understandings about each item.

-Usa varios recursos audiovisuales sobre
páginas de internet o vídeos relacionados
con la clase.
-Usa sus textos como guías para entender
la multiculturalidad.

ICT’s is relevant for this
teacher educator.

Observation 2

-Promueve el aprendizaje autónomo
usando TICS.
-Propone distintas páginas o herramientas
virtuales para familiarizar a los
estudiantes con el ámbito tecnológico.

The autonomous learning
is promoted by this
teacher-educator to
familiarize the students
with the new technologies.

Observation 3

-Propone herramientas que facilitan el
desarrollo de la práctica pedagógica.
-Promueve diferentes espacios para el
crecimiento profesional, tales como
charlas con maestros, lecturas, videos,
etc...

Besides the use of ICT’s,
this teacher-educator sees
the different spaces for the
formation of teachers as
relevant.

Observation 4

-Usa distintas herramientas para guiar los
temas de clase.
-Usa plataformas virtuales como recurso
para las diferentes lecturas propuestas
para la clase.
-Promueve lectura de textos académicos
enfatizados en la formación de docentes
en el área de inglés.

He emphasizes on the
different experiences of
English Language
Teachers that give shape to
the formation of students.

As we can see in this Table 3, tools are necessary in every class, even more if it is an
English language class, so there are a big variety of resources that the TEs use to reinforce or
facilitate the comprehension of the lessons in a class. These resources include the use of ICTs
to contextualize the students with the new technologies, which they can use to create materials
for their classes or develop a better understanding about certain topic seen in class.
Teacher educators’ perceptions. The TEs usually have prejudices, standards, or
expectations when they are going to work for the first time or when they are going to apply
for a new job. Throughout time, they feel more comfortable about what they are doing. There
is a big difference between the TEs’ expectations and reality; they are able to adapt
themselves into each context and go through difficulties, obstacles, and challenges at ease.
This adaptation makes them feel satisfied when they achieve their work and professional
goals, as well as gratified when they see the students’ learning evolution.

In Table 4 below, we show evidences caught about the TEs’ perceptions to
comprehend and understand in a clearly way what perceptions are about.
Table 4
Teacher-educators’ perceptions
Teacher-educators evidences
Interview 1
line from 11 to 13

line from 14 to 17

line 27

Interpretations

“Puede ser coordinadora del área de
práctica y me pareció un espacio muy
enriquecedor para como uno como profesor
porque va a formar estudiantes, va a
acompañar ese proceso de formación a los
estudiantes”.

Teacher’s experience
in different teaching
areas give them
enriching and
satisfying teachings.

“También el trabajo de grado trae muchas
enseñanzas, es también satisfactorio
acompañar a los estudiantes en trabajo de
grado porque es su última fase del proceso
en la que plasman muchos de los
aprendizajes que han desarrollado a lo
largo de la carrera”.

professional process.

They see and walk with
their students in their

“Ser maestro no es una tarea fácil, siempre
habrá obstáculos, dificultades”.
Interview 2
line from 6 to 7
line from 13 to 15

Interview 3
line 20 to 24

line 24 to 25

“La expectativa era alta por el tipo de
estudiantes con quienes iba a trabajar”.
“Era otra gran expectativa que tenía de
saber cómo iba a desempeñarse como
profesor en ese tipo de asignaturas sin
embargo era un reto bastante interesante
por iniciar”.

“I had the feeling about no matter how
much we talk and we tried things out at the
end of the day professors will do whatever
they felt and whatever they want it so there
was not consensus. It was a little bit
frustrating but with practicum and those
classes about thesis I felt a little bit more
control and it was clearer what I was doing
in terms of result, processes and practices”.

There are high
expectations such as
knowing what kind
of students and
contexts teachers will
find and the way that
they have to act and
teach in those
contexts.

Teachers have the
chance to take
decisions about what
they want although
there are
consequences and
difficulties.

Table 4
Teacher-educators’ perceptions
Teacher-educators evidences

Interpretations

“But then things start changing, so
different ideas started being applied and
that made my work a little bit challenging
but I have been able to manage those
situations successfully”.
Short Story 3
line from 1 to 2

“I can say my experience has been both
rewarding and satisfying, as I have
developed different professional areas”.

line from 10 to 13

line from 14 to 18

“The system and the practices were
somewhat similar. I felt I was doing
more of the same. Besides, I did not
agree with certain decisions made in
terms of textbooks, projects, and exams.
As time passed, I started asking for
spaces I liked or enjoyed more”.

We need teachers
who do much more
about what they must
to do and get away
the monotony.
Teachers always
have options and
preferences to
choose what they
want to do.

“I wanted to teach and I chose
practicum and theses. I believe these
spaces are both challenging and
interesting. As a professor, I have to
constantly think about ways to help preservice teachers not just to do the things
they are expected to do, but more
importantly to make sense of them as
steps in their own professional career
path”.

As we can see in this Table 4, the TEs’ perceptions are part of them since their
previous works; their expectations and the main thoughts are part of those experiences. They
link, on one side, their work, the position they have worked in, and the subjects they have
taught, and on the other side, the students’ progress and the manner in which they become
able to apply the knowledges that students have acquired through the different classes.
However, the TEs can feel it sometimes challenging when they experience the change of their

environment. Nonetheless, their capacities and knowledges make them able to achieve those
proposed goals for themselves and for the class.
Teacher educators’ goals. The TEs design plans and state objectives for their classes.
The objectives depend on how they plan and develop their classes. The TEs’ goals refer to the
subjects they teach, but more generally to promoting participation and teamwork, generating
student-class-teacher-educator empathy, and creating interactive and dynamic classes, in
which all the students learn at least something about the class/lesson topic.
In table 5 below, we display the information about the different goals that the TEs
usually have for their classes and the way they may feel comfortable with those classes.
Table 5
English Teacher-educators goals
Teacher-educators evidences

Interpretations

Observation 1

-Fomentar la participación y el trabajo en
equipo en las clases.

The importance of
promoting the
participation and the
teamwork.

Observation 2

-Propone actividades diferentes para que
la clase no sea tan lineal.
-Promueve el aprendizaje autónomo
usando TICS.
-Diseña clases interactivas con los
estudiantes con el fin de complementar lo
enseñado con la efusión.

He highlights the use of
a variety of activities to
make the class
interesting by talking to
the students.

Observation 3

-Promueve diferentes espacios para el
crecimiento profesional, tales como
charlas con maestros, lecturas, videos,
etc...

This teacher-educator
proposes the learning
through different
academic spaces.

Observation 4

-Propone la participación y el trabajo en
equipo durante la mayoría de sus clases
-Promueve lectura de textos académicos
enfatizados en la formación de docentes
en el área de inglés.
-Genera un ambiente de empatía en el
salón.

He is keen on the
participation and
teamwork along the
classes maintaining the
empathy and a
comfortable
environment to learn

In this table 5, the data show observations and evidences about the TEs’ goals for
classes or lessons. The TEs used to think about proposing, generating, fomenting, promoting,
and designing alternatives and strategies for the students’ development.
Conclusions
All in all, English language teacher educators understand experiential knowledge in
close relation to their work experience in English language teaching. We can say that different
factors, such as the places where There is an endlessly TEs’ grow, although it varies
according to how much aware they are of it. This also depends on their beliefs, ideas, and
thoughts about teaching. TEs’ work time bestows their experiential knowledge, although they
agree on affirming that their formation is in a constant evolution because of their selfreflection on the obstacles, challenges, and difficulties that they have to go through to reach
their professional and personal achievements.
Consequently, the reported experiential knowledge contributes to planning and
developing English language classes. Their experience helps their knowledge of how to use
teaching and learning tools or resources, and to manage and develop a class. This is reflected
on the way they teach topics and plan class lessons. Most of it depends on the acquired
information through their experience as English language teachers or educators. This
experience is considered as the main pillar to carry out a class successfully.
The contributions of English language teacher educators’ experiential knowledge to
their teaching practices reside on the vision of transformation to offer students a complete and
useful information. The students can in turn apply it into their profession to wide their minds,
increase their perceptions and have a panoramically view about the future of education. TEs
then have the challenge of learning about the new technologies and how these can be adapted
to a regular class in order to innovate the way students will learn and teach.

Therefore, we discovered that TEs consider important for their careers (1) what makes
them feel comfortable in terms of tools used in class, (2) monitoring of students, (3) filling of
academic empty gaps, (4) interest of students’ formative processes, and (5) the relationship
with their students. All this has relevance about the awareness they should have for being
disposed to receive suggestions and apply them to their classes. In consequence, we dare say
that TEs become wiser as time goes by, the challenges they have experienced, the jobs they
have had, their environment, beliefs, and thoughts construct their experiential knowledge for
planning and developing their classes.
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